Introduction
One of the major intentions for this paper is to counter the currently prevailing, soobjectives, detailed curricular prescription, predictable outcomes, testing and assessment, burea approaches unfavourably with intuitive/aesthetic approaches.
As Eisner has pointed out in relation to the factory and assembly-line metaphor of education, Such an image of education requires that schools be organised to prescribe, control, and predict the consequences of their actions, that those consequences be immediate and empirically manifest and that they be measurable. (Eisner 1985, pp.356-7) The current ethos
We live in a culture of measurement. We stand against the yardstick and are sanctioned if found wanting. Witness the commercial and ideological success of ETS Princeton, Cambridge Exams, the ubiquity of TOEFL, TOIEC, IELTS, etc.
etc. Not to speak of the stranglehold which tests and exams have over the state educational apparatus virtually everywhere in the world. doi:10.7575/aiac.alls.v.1n.1p.4 5 This is, of course, only one aspect of the wider world of targets (the UK Health Service, Child Benefits scheme, Education Service, etc. are all suffocated by a plethora of often-changing regulation which no human organisation is capable of handling), of benchmarks, of regulation, of assessment, of standards, and of misguided trust in the authorities and in experts. The key features of the current paradigm can be summarized thus:
It defines Expectations (objectives) and does not create Expectancy.
It breeds Dependency:
does not stimulate Independence.
It seeks Predictability:
does not exploit Unpredictability.
It values Security over Risk
It promotes Conformity:
does not relish Diversity.
It predoes not stimulate Curiosity/Inquiry.
It focuses on what is Taught:
not on what is Learnt.
It seeks to Control:
does not seek to Liberate.
It is more concerned with Testing, than it is with Teaching / Learning.
Most of these distinctions need no further explanation but I need to gloss at least some of them.
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The distinction between Expectations and Expectancy, is for me an important one.
A pedagogy of expectations offers predictable routines and outcomes. Everyone knows what to expect and what is expected of them. This hardly fosters the excitement and involvement in learning which comes from being in a state of expectancy, where teachers and learners alike are in discovery mode, and where unpredictability is embraced rather than avoided. In a recent series of articles in the IATEFL Teacher Development SIG, Adrian Underhill explores precisely this process of teacher improvisation in the moment (Underhill 2008 ).
This exclusive focus on results, without consideration of how they are attained, leads inevitably to the suppression of wonder, inquiry and curiosity. The combination of these, for me at least, negative characteristics (Expectations, Dependency, Predictability, Security) leads to a culture of conformity which gives the illusion of control over the learning process. There is an unvalidated equation made between what is taught and what is learnt. This is a culture where testing has taken over from teaching concerned with genuine learning.
Some features of teaching, learning and testing
In this world of predictable outcomes, planning and control it may be helpful to rehearse some basic, elementary truths about the difference between teaching and learning.
Teaching is a public act. Learning is a private act.
The teacher enacts her role on a public stage and can be seen. What goes on process.
Teaching is observable. Learning is unobservable
So what the teacher does is observable both by learners and possibly by other monitors, and the teacher is usually held accountable for it. It is not possible to observe learning taking place. It can only be adduced retrospectively, after it has taken place.
Teaching is an activity. Learning is a process.
Teachers do things in the hope that learning may take place, whereas learning is a process which proceeds at its own rate almost irrespective of what the teacher does.
Teaching is intermittent. Learning is continuous.
Teaching takes place at spaced intervals: so many hours per week, so many weeks per year, etc. This intermittent activity may only rarely coincide with the continuous (or possibly erratic) processes going on inside learners.
Teaching is intentional. Learning is unconscious. Unfortunately for them, this is rarely the case.
It is also easy to forget that every classroom event is: unrepeatable, unobservable, unpredictable, and has unforeseen long-term effects (Norman Whitney, personal communication). This too undermines any attempt to control the learning process in the ways beloved of educational authorities world-wide.
The teaching/testing nexus also deserves closer scrutiny. By way of introduction let me offer a quotation, the author of which will be revealed in due course. T Th he e w wo or rs st t c ca an nk ke er r i in n o ou ur r s sc ch ho oo ol l s sy ys st te em m i is s t th he e e ex xa am mi in na at ti io on ns s. . E Ev ve er ry yt th hi in ng g i is s a ar rr ra an ng ge ed d w wi it th h a a v vi ie ew w t to o e ex xa am mi in na at ti io on ns s; ; t th he e p pa ar re en nt ts s, , t th he e c ch hi il ld dr re en n, , a an nd d u un nf fo or rt tu un na at te el ly y a al ls so o a a n nu um mb be er r o of f t th he e t te ea ac ch he er rs s c ca ar re e f fo or r n no ot th hi in ng g b bu ut t t th he e r re es su ul lt ts s a at tt ta ai in ne ed d i in n t th he e e ex xa am mi in na at ti io on ns s p po oo or r p pa ay y a an nd d l lo on ng g h ho ou ur rs s, , t to oo o n na at tu ur ra al ll ly y l le ea ad d t to o a a t te ea ac ch he er r s s l lo oo ok ki in ng g m me er re el ly y t to o e ex xa am mi in na at ti io on n r re es su ul lt ts s. .
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There are essential differences between a classroom dedicated to real teaching and learning and one overshadowed by tests and examinations. The examinationdominated classroom tends to spread a culture of failure, or fear of failure. It concentrates on eliminating perceived weaknesses rather than on building on through excess of competitive spirit, to others in the group. Learning is assessed -is a characteristic feature of the learning experience. Over-emphasis on assessment and testing is certainly inimical to the good-humoured, relaxed, playful atmosphere (Cook, 2000; Huizinga, 1938; Nachmanovitch, 1990 ) of a class dedicated to cooperative learning. As Timothy Gallwey remarks in perhaps one of the wisest books on learning ever published, immeasurable beings. In fact, we are what we are; we are not how well we happen to perform at a given moment. The grade on a report card may
And to teach in another way by no means undermines examination results anyway. Otto Jespersen, in 1904 (the author of the earlier quote on examinations!) wrote, T Te ea ac ch h i in n t th he e r ri ig gh ht t w wa ay y, , t th he en n t th he er re e w wi il ll l b be e l li if fe e a an nd d l lo ov ve e i in n i it t a al ll l, , a an nd d w wh he en n t th he e e ex xa am mi in na at ti io on n c co om me es s y yo ou ur r p pu up pi il ls s w wi il ll l k kn no ow w m mo or re e t th ha an n i if f y yo ou ur r t te ea ac ch hi in ng g f fr ro om m t th he e v ve er ry y b be eg gi in nn ni in ng g h ha ad d b be ee en n f fe et tt te er re ed d b by y e ex xa am mi in na at ti io on n r re eq qu ui ir re em me en nt ts s. . ( (O Ot tt to o J Je es sp pe er rs se en n, , 1 19 90 04 4, , p p. .9 9) ) I am not, of course, suggesting that we never need to assess progress among our students. But I am contesting the value of a system where the examination is the be-all and end-all of everything, and where the format of the test may be a greater obstacle to learning than the language itself. In short, we need to ensure that the testing tail does not wag the learning dog. What testing and examinations do best is to confirm the power of teachers, administrators and others over those who are the passive (or resisting) recipients of teaching: the learners.
So what is wrong with the prevailing ethos?
Why should we be concerned about the current strait-jacket of objectives, targets, tests and all the rest outlined above? The major reason is that this nexus of factors is profoundly anti-educational for the following reasons:
~ It implies an Engineering metaphor for learning. The assumption is that, if all the parts are properly tooled and calibrated, learning will take place smoothly rather like a well-oiled machine. It is however, widely agreed that learning does not happen like this: it is untidy, largely unpredictable and resembles plant growth rather than mechanical precision. A horticultural metaphor would be more appropriate.
~ It assumes that an atomistic reduction of the key elements to be learned in the teaching stage will lead to an ability to recombine them at the using stage.
But in complex systems such as language, the whole is more than the mere sum of the parts. A more holistic approach is more desirable therefore.
~ It usually has an exclusively intellect-focus, with scant attention paid to the affective dimension. This ultimately has deleterious results on the future development of students, who emerge from the process emotionally diminished or stunted.
education. Students work to earn grades, credits of knowledge and skills, which they put in their knowledge bank ready to cash in at the test or the examination. This tends to lead to shallow rather than deep processing, (Craik and Lockhart, 1972) and to less enduring learning.
~ It assumes that it is possible to predict (in the case of foreign language learning) which items of grammar and lexis, which socio-pragmatic contexts, and what content it will be useful for learners to acquire. Yet most syllabus and materials designers are well aware that this is virtually impossible to determine. ~ Even if it were possible to predict in this way, it is unwarranted to assume that teaching Input = learning Intake. In this view, it is axiomatic that what is taught is what is learnt. Yet SLA research over the past 20 years or more conclusively shows this not to be the case.
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~ It assumes that everyone in a learning group will progress at roughly the learner differences are the rule not the exception, and need to be acknowledged.
~ It breeds a culture of failure and waste. The winners (in terms of the prevailing ethos) succeed and are rewarded; the rest are consigned to the waste-bin of society, with little or no consideration of the benefits they could confer given the opportunity.
~ It embodies a top-down philosophy, where one group of people decides g-term integrated learning.
~ Above all, it is administratively convenient. In an age of cost-benefit analysis, efficiency, speed and accountability, this should come as no surprise.
It is convenient for educational authorities to opt for an approach which offers instant measures of progress, and which has the appearance of rigour and discipline, however flawed it may be in fact.
What is the alternative?
ocess of learning, we need a radically different approach. . In any instance of art or artistry we will not find all these qualities present but the overall pattern of instances will bring them all into play at one time or
another. I am arguing that teaching/learning practices which aim to foster these qualities will also be characterised by more effective and more durable acquisition.
Support for the Aesthetic Approach
There is already much support, theoretical and practical, for what I would term art and artistry in education, some from ELT and some from outside it. We can note work in philosophy and education in general, in the domain of applied linguistics, in feeder fields such as drama, and in the area of practical pedagogical application in ELT itself. Space does not allow a detailed discussion but I would suggest the following form an impressive body of support for an aesthetics of ELT.
14 Philosophy of education:
The work of William James (1962) , Ernst Weber, John Dewey and Carl Rogers (1962) all powerfully support an aesthetic vision for education.
educator is like a creative artist, speaker actor or rather a spontaneous poet who has to create both text and style of presentation in one and the same moment. (Weber, 1907, p.233) The hostility to association of fine art with normal processes of living is a pathetic, even a tragic, commentary on life as it is ordinarily lived. Only because that life is usually so stunted, aborted, slack or heavy laden, is the idea entertained that there is some inherent antagonism between the process of normal living and creation and enjoyment of works of aesthetic art. (Dewey, 1980, p.50) More recently, Elliot Eisner (1985) , Seymour Sarasan (1999), Lawrence Stenhouse (1985 ) , Parker Palmer (1998), Gordon Allport (1983 ), Jerome Bruner (1991 , Louis Rubin (1985) , Hans Hunfeld (1990), and Peter Lutzker (2007) have reinforced this view of education.
to eat a great meal efficiently, or to participate in a wonderful conversation efficiently, or indeed to make love efficiently. What we enjoy the most, we linger over. A school system designed with an overriding commitment to efficiency may produce outcomes that have little enduring quality. Children, like the rest of us, seldom voluntarily pursue activities for which they receive little or no satisfaction. Experiencing the aesthetic in the context of intellectual and artistic work is a source of pleasure that predicts best what students are likely to do when they can do whatever they would like to do. (Eisner, 2002, p.xiii) Through the artistry of the teacher, the learner acquires a knowledge which is not teachable, but only learnable. (Lutzker, 2007, p.17) Teachers have been taught that teaching is instrumental but improving education is not about improving teaching as a delivery system. (Stenhouse, 1985, p.110) Like it or not, and some do not like it, the teacher as performing artist is faced with a terribly complex and difficult task that all those in the conventional performing arts confront: how do you put yourself into a role and then enact it in ways that instruct and move an audience, fulfilling the expectation of the audience that they have in some way learned something about themselves and their world? (Rubin, 1985, p.54) General educational dissenters
The notion that schools and classes as currently constituted are both natural and And it is increasingly acknowledged too that in the post-modern world (and maybe well before that) most learning takes place outside school at home, between peers and through publicly available sources such as TV and the Internet. (Fulgham, 1986) What is certain is that the teaching of foreign languages in schools is not the only way to learn them, and in all probability not the most effective way either.
Feeder fields.
The work of writers from fields peripheral to language learning, offers important lateral views on the issue of learning. Work in drama and theatre -Dorothy
Heathcote (Wagner,1979) and Patsy Rodenburg (1992) , the arts in general, creativity theory Koestler (1964) , Storr (1991 ), Czikszentmihalyi (1996 , personal development models and applied psychology :Timothy Gallwey (1986 ), Mihalyi Csikszentmihaly (1990 ), Howard Gardner (1985 , Donald Schon (1987) ,
Stephen Nakmanovitch (1990 ) , Daniel Goleman (1996 .
Applied linguistics
Both Jakobson (1960) and Jespersen (1904) promoted the idea of an aesthetic approach with atmosphere and attitude at its centre. More recently, Arnold (1999) , Cook (2000) , Carter (2004) , Crystal (1998 ), Freeman (2000 , Widdowson (2000) and others have also supported a more affect-related, playful, artistic view of language teaching and learning.
ELT practitioners
Here too there are abundant examples of those uncomfortable with an excessively product-oriented approach to ELT. Space does not allow me to do justice to them all but the work of Mario Rinvolucri (1988 Rinvolucri ( , 2005 , Jill Hadfield (1992) , Bernard Dufeu (1994), Andrew Wright (2008) , Alan Maley (2000 Maley ( , 2005 Maley ( , 2007 and Brian Tomlinson (1998 Tomlinson ( , 2003 are among the many practitioners to have offered an alternative view to the currently prevailing one. The notion of what I am calling an aesthetic approach also chimes well with Co-operative Learning (Richards and Rodgers, 2001) , with the Ecological Approach (Van Lier, 2003) , and with the proponents of Dogme (Thornbury and Meddings, 2009) It is clear then, that a counter-current is still alive and well. It is not however articulated into a single, unified, though multi-facetted, approach. These voices therefore tend to remain fragmented, single instances which go largely unheard except by a few devotees. Such approaches are all too often regarded as optional, wet-Friday-afternoon peripherals. The real change I am advocating here is to bring together the many separate threads of artistry and weave them into a seamless garment, and to make them central to what we do.
How might it be done?
Many years ago, Colin Mortimer wrote this in an undated publication of CIEFL, Hyderabad, India, learning purposes to rather in the way that a poet would regard the narrow confines of sonnet form, or the composer the rigid constraints of fugue form that is, more as a stimulus and challenge to creative endeavour than as a justification for trite work.
He went on, materials, but will also contribute greatly to their
Although his remarks were directed to materials writing only, the direction of his thoughts is clear. I want to suggest that there are three main ways of articulating such an aesthetic approach. These would be to set out what its content might be (the Matter), the procedures it might deploy (the Methods), and the psychological feel of it (the Manner).
The Matter
Here I am referring to the inputs to the learning process. In an aesthetic approach, I would anticipate that the following types of artistic input would occupy a more important place:
Visual images in the form of genuine art. These might include classical tory forms such as those promoted in recent years by the Turner Award, and images in general. A wide range of non-referential, imaginative texts would be used, with a high proportion of figurative language, requiring representational interpretation. In short, literature in its broadest sense, including stories both for telling and for reading, ranging from authentic graded readers to classics and everything in between. The seminal work of Andrew Wright is noteworthy in this context, (Wright, 2008; Wright and Hill, 2009 ).
There is now plenty of material for teachers to draw upon, including material for the writing of creative texts as well as for their consumption.
20 (Maley and Duff, 2007) . Theatre and drama, in all its aspects; voice, movement, scenery, etc. would play an important role. Drama is a uniquely powerful way of integrating all aspects of language (including non-verbal language) and of taking account of multiple intelligences (Gardner, 1985) and sensory learning preferences. (Maley and Duff, 2005; Wilson, 2009) .
Moving images in the form of film, DVD and video would form an important part of the input. The work of Barry Tomalin has shown how this might be done (Stempleski and Tomalin, 2001 ).
Student-made inputs would be an integral part of the input: imaginative texts created by one group of students for use with another, artwork and books, photographs taken in the community, student videos, websites, 
The Methods
be rigorously applied but rather to generic types of activity.
Project work. The engagement of students in projects, however modest, would be a major form of activity (Fried-Booth, 2005; Burwood, Dunmore and Phillips, 1999 (Krashen, 2004; Day and Bamford, 1998) We know that most useful learning takes place outside the classroom, not , 1972).
Multi-dimensional activities. Activities involving not just language skills and thinking but also movement, physical engagement through the eyes, the nose, the taste buds, hearing and touch, and tapping into memory, visualization and dreams would form an important component (Tomlinson 1998, pp.265-278) .
Problem-solving. The aim would be to make much of the learning discovery-centred rather than telling-centred. This also links with the Playfulness. Activities would always be designed with a playful element, not simply because they would be more enjoyable but also because play is a major factor in learning anything (Crystal 1998 characterized by a kind of timeless quality where the participants are so absorbed in the activity of the moment that they lose all sense of the passage of time, of themselves, of anything outside it. They are lost in the action, just as we can become lost in a good up an atmosphere which facilitates flow.
Openness, experiment and risk. Also key to the manner is the establishment of an attitude of openness: to the language, to the learning process itself, to others in the group and to oneself. In such a psychological environment, there is encouragement of experimentation and risk-taking, in the confidence that there will be mutual support, whatever the outcome. Lutzker has insightfully compared the state of unknowingness of the clown with that of the teacher in this kind of classroom:
ppen, coupled with his complete openness and receptivity to what is occurring on stage, which exemplifies that state of attentiveness upon which creative and fluid response in a classroom are also based. Lutzker, 2007, p.184) This is similar to the state described by Underhill (2009) Choice. The opportunity to make choices also contributes to the overall quality of the learning. This is not to say that learners do just what they like, when they like. Choice implies responsibility and discipline but this is best established voluntarily, from within, rather than imposed from without. Students might decide on a particular project, and on how to go about it, on the understanding that the outcomes and consequences are their responsibility. The important thing is to offer choice whenever it is an option.
Mutual trust and support. Errors or perceived lack of success are not tarred with the brush of blame. The manner in which the class operates ensures that people support each other, recognising that everyone needs other people at some time.
Concluding remarks
This paper has been an extended inquiry into what education is and should be. All that is necessary for the triumph of evil is for good men (sic) to do nothing.
(Edmund Burke)
